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Abstract 
This study identifies some factors involved in perseverance of male students in early childhood education (ECE) programs. Using 
a qualitative and quantitative design, we compiled the perceptions of future college students, male ECE students, and ECE 
teachers. The data was analyzed using factors associated with male perseverance in college studies. Various key factors were 
identified: maturity of male students; personal adaptation processes in a predominantly female class; support offered by the 
teachers and; during practicums, the clash with the child’s parents due to misperceptions towards male students in training. The 
results could provide avenues to assist male ECE students in fulfilling the program’s requirements. 
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1. Introduction 
Internationally, women hold approximately 95% of early childhood education (ECE) positions. Men, therefore, 
represent less than five percent of this population (Jensen & European Commission Network on Childcare, 1996; 
Peeters, 2003; U.S. Bureau of Labor Statistics, 2008). Numerous authors agree that a greater male presence in the 
ECE field would be beneficial at various levels of the children’s development (Men in Early Childhood Education 
New Zeland, 2008; Men Teach, 2007; Nelson & Sheppard, 2005; Peeters, 2007). Following are some of the 
arguments that support this view. For the children, male educators can offer a positive role model, opportunities to 
develop a meaningful relationship, and compensation for the absence of a male role model in the child’s family life 
(Coulter & McNay, 1993). In addition, they can encourage fathers to get involved in their child's education and 
present an egalitarian model of parenting between sexes with regard to being responsible for the children (Farquhar, 
1997). Male educators are more likely to respond to the psychomotor needs of boys and to foster improved 
participation in learning activities (Huber, Vollum & Stroud, 2000). Receiving care and positive attention from a 
man also encourages young boys to develop prosocial behaviours (Jensen & al., 1996). Some authors, based on 
conviction more than on scientific proof, establish a link between the near absence of male role models in 
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institutions and the increase in adjustment difficulties among young boys as compared with young girls 
(Archambault, 2002; Carrington & McPhee, 2008; Lajoie, 2003). 
During the last 10 years in Quebec (a Canadian province) the average college enrolment for men in ECE 
programs has been 3.6%1. This percentage is approximately the same in the United States (4.4%; U.S. Bureau of 
Labor Statistic, 2008). Cooney and Bittner (2001) conducted focus group discussions among students, their 
professors, and educators. They have identified six issues that explain why young men show little interest in the 
ECE profession. They are: 1- low salaries, 2- difficulty for men to be recruited in the field, 3- the many 
disadvantages compared to advantages faced by men in ECE, 4-the lack of perseverance in education, 5- the 
negative reactions of family and other significant persons on entering the ECE field, 6- training limited to the basics. 
The low number of male students enrolled in ECE programs is compounded by the fact that the majority of young 
men who do enrol abandon this course of study; only 25% will fulfill the program requirements. The training 
program does not maintain the initial interest of these young men in ECE. Such statistics emphasize the importance 
of better understanding the reasons why the majority of male students abandon this program. Are male students 
welcomed? Has the program been too feminized to be relevant to male students? Are other factors at play? While 
certain studies have shown interest towards students in ECE training (Cunningham & Watson, 2002; Timmerman & 
Schreuder, 2008) from their perspective of childhood education as a career, to our knowledge, no other study has 
examined specifically the perseverance and success of male students in ECE training programs and tried to 
understand how education institutions can help this particular student minority.  
We have identified different factors recognized in the literature as having a link to persistence in school with 
respect to college level studies in young men in general. These factors have been documented and grouped 
according to the Bronfenbrenner's ecological model (1979): personal factors (ontosystem), factors within the 
immediate environment (family and community microsystem), factors within the school environment (school 
microsystem), and those that depend on the values of society (macrosystem) (go to figure 1). This ecological grid 
will be used to interpret the results obtained with respect to the present study. 
To answer our research question and describe what factors could influence the perseverance of male ECE 
students, we undertook an exploratory study aimed at describing the reality of these students according to different 
points of view: that of future students, registered students, and ECE teachers. More specifically, the presentation 
focuses on the following three objectives: 
1-  To identify future student perceptions (male and female) of young men who enrol in training programs typically 
occupied by women, particularly of those who register for early childhood education (ECE) programs. 
2- To identify the perceptions of male students who pursue their ECE training or who have quit this program, and 
of the factors that have influenced their school path. 
3- To identify the perceptions of male and female teachers with regard to their practices within the context of 
providing ECE training to young men. 
Since there is very little data on the topic, our research objectives justified a descriptive study. A transversal 
research strategy was adopted along with mixed data sampling, thus combining both quantitative and qualitative 
aspects. By comparing the viewpoints of these different players, the study will endeavour to document the factors 
that could have a particular role within the specific clientele represented by male ECE students, based on different 
factors recognized in the literature as having a link to persistence in school with respect to college level studies.  
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Figure 1. Factors known to influence perseverance and success in school at the College level according to the bioecological model 
(Bronfenbrenner, 1979) 
2. Method and results 
To reach these objectives, three separate data samplings were performed. 
2.1. First data sampling 
During open house days in four different colleges, 625 youth (both male and female) completed a survey that 
dealt mainly with their perceptions of students who enrol in non-traditional training programs, their knowledge of 
the ECE program, and their interest in such a course of study. Of these 625 youth, 420 were part of the general 
student population and 205 had signed up for an information session to learn more about the ECE program. Two-
thirds of this sample were women (66%). In this sample, the average participant was 16.5 years old and individuals 
originated from 9 of the 17 different regions of the province of Quebec. Students were predominantly French 
speaking (95%) and most of them lived with one or both of their parents (96%). The vast majority of them were 
finishing their fifth year of secondary education (94%) in a public school (76%) and their average grade was 74%.  
All respondents answered the same questionnaires using Likert-type scales with four possible answers ranging 
from 1- strongly disagree to 4- strongly agree. Three different themes were covered in this questionnaire: 1- The 
factors that influenced their choice of training; 2- Their perceptions with respect to students who enrol in non-
traditional training programs. This was done in order to bring up any prejudices that exist toward these students; 3- 
ONTOSYSTEM      
  PERSONAL FACTORS 
 
     - Gender (Barbeau, 1994; 2007; Marguerite, 2008; Mels, 2006) 
    - Learning styles       (CSÉ, 1999: Gingras & Terrill, 2006) 
- Self-efficacy    (Bandura 2007, Bouffard & al, 2004; Hirmech &   
                                                       Théoret 2007, Rivière & Jacques 2000) 
- Social comparison      (Pelletier & al., 2005; Hirmech & 
                                                Théoret 2007; Richard &t Robbins 2000)  
     - Absence of a career plan  
                                (Bidart & Larriviere, 2001; Bourdon, 1994) 
                         MICROSYSTEMS
 
                       SCHOOL-RELATED FACTORS 
            - Adaptation in college (Gingras & Terrill, 2006; Lapostolle & al., 2003; Tremblay, 2006) 
         - Pedagogical styles (Aubé, 2002; Barbeau & al., 1997) 
       - Motivation for the program (Gingras & Terrill, 2006:  
             Terrill & Ducharme, 1994: Tremblay & al., 2006; Verzeau, 2007)                                
   
  - Satisfaction with the program (MEQ 2004; Tremblay & al., 2006;  
                      Statistic Canada, 2004) 
  - Value of pedagogical activity  
                                                        (Tremblay & al., 2006; Viau & Bouchard, 2000) 
  - Social integration/withdrawal in class (Marzano & al., 1992; 
                                            Parent & al., 1996;  Riviere & Jacques, 2000;  Spaulding 1992) 
 
    - Relationship with the teacher (Barbeau, & al., 1997, 2007; Tremblay & al., 2006) 
         - Willingness to ask for help (Barbeau, Montini, & Roy, 1997) 
           - Supervision, teacher support (Pelletier & al., 2005) 
                - Perception of student needs by the teacher   (Dugas, 2005) 
                   - Attitudes and beliefs of teachers (Roy, 2004) 
FAMILY FACTORS
- Parental and sibling influence (Looker, 2002; Verzeau & Bouffard, 2007)
- Parental involvement and support (Gingras & Terrill, 2006; Looker, 2004;  MELS, 2005)
- No longer living with one's family of origin (MEQ, 2004) 
SOCIAL FACTORS 
- Social support, peer influence 
                (Bourdon & al., 2007; Boisvert & Martin 2006;  
               Roy 2004; Verzeau & Bouffard, 2007) 
- Integration into peer group    (Tinto, 1987) 
- Need of work and job prospect (Bourdon, 1994; MEQ, 2004) 
- Job market desirability     (Rheault, 2003) 
      MACROSYSTEM 
 
-  Differing values between  
    the student and the environment 
                (Chénard & al., 2007;  Tinto & Riener, 1998) 
              
              - Sexual stereotypes 
(Adler &  al. 1992, Bouchard & al., 1996; 2000) 
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Their degree of knowledge of the ECE program and their interest in this course of study. The results were obtained 
from descriptive and comparative analysis of the two groups of respondents and were also analyzed according to 
respondent gender. In order to facilitate the reading of the results, the Likert scale raw scores were grouped in two 
categories: agreement (strongly agree and somewhat agree) and disagreement (strongly disagree and somewhat 
disagree). However, the comparative analysis included the data of the four answer choices on the original Likert 
scales. 
To prevent inflating Type 1 error caused by the multiplication of statistical tests (Hair, Anderson, Tatham, & 
Black, 1999), three multivariate analyses took into account all dimensions in order to verify if the two groups were 
different from each other, if male and female respondents answered differently from each other and, finally, if male 
and female students of the two groups answered differently from each other. The results of these analyses show 
significant differences between the two groups (F(1, 43) = 4.81; p < .000), between male and female respondents (F(1, 
43) = 3.63; p < .000). However, analyses did not show any significant difference between male respondents of the 
two groups. To further the analyses, comparisons between groups and according to respondents' gender have been 
carried out using chi-square. Only analyses that yielded significant differences (p < .05) will be mentioned. 
2.1.1. Results of the first sampling  
Initially, we asked future college students what factors would influence their choice of a college program (see 
Table 1). The results of the sample as a whole show that the type of program (68.8%) and parental support (64.2%), 
particularly among young women, play a decisive role in their college program choice. In contrast, their friends’ 
college choices do not seem to have a great impact; however, this factor plays a more important role in the program 
choices of young men as compared with young women. A single difference has been observed among the two 
groups: young people of the target group are more likely to take into account the location where the program is 
given as compared with the general population group. Finally, program duration is a more important consideration 
for men than for women. 
 
Table 1. Influences on program choice 
 
 General group ECE group ǻ Groups Men Women ǻ Men & Women 
Program duration 
 
Financial resources 
 
Location of the program 
 
Friends’ choices 
 
Parental support 
 
Type of program (stage, work-study) 
 
Reputation of the institution 
 
Enrolment quotas for the program 
38.4 
 
45.5 
 
46.2 
 
11.6 
 
62.6 
 
69.4 
 
42.7 
 
53.4 
41.4 
 
52.3 
 
55.5 
 
7.1 
 
67.5 
 
67.7 
 
34.7 
 
63.6 
- 
 
- 
 
x2 = 9.2* 
 
- 
 
- 
 
- 
 
- 
 
- 
16.5 
 
46.8 
 
48.3 
 
15.4 
 
57.8 
 
65.0 
 
38.2 
 
58.3 
8.9 
 
48.1 
 
49.7 
 
7.5 
 
71.3 
 
70.7 
 
41.1 
 
55.9 
x2 = 10.8* 
 
- 
 
- 
 
x2 = 11.1* 
 
x2 = 8.13* 
 
- 
 
- 
 
- 
 
Consider the following definition: "For a woman, a non traditional (gender-atypical) profession is a profession 
practiced mainly by men (ex: truck driver, engineer); a non traditional profession for a man is a profession practiced 
mainly by women (ex: nurse, childhood educator)". We asked respondents their impressions of students who choose 
this type of gender-atypical program. During activities organized at their schools where we discussed non traditional 
occupations, 80.5% of students said that young women were encouraged to choose gender-atypical professions 
while 63.3% reported that young men are encouraged to do so.  
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When asked what type of individuals opted for non traditional occupations (see Table 2), they answered: 
individuals who are strongly interested by the occupation (90.9%), who find it easy to work with the opposite sex 
(84.13%), and who are assertive by nature (72.8 %). Few respondents thought that those who choose non-traditional 
programs seek to shock or provoke (11.9%), that they are homosexuals (12.5%), or that they are masculinized 
women or feminized men (24.4%). 
The young people of the target group mentioned more frequently that the individuals who choose a non-traditional 
occupation feel comfortable working with the opposite sex and less frequently that they are homosexuals or that 
they want to shock or provoke when compared with the general population group’s responses. When considering 
respondents’ gender, women reported more frequently that individuals who choose non-traditional occupations have 
an interest in the profession or feel comfortable working with the opposite sex; on the other hand, men reported 
more frequently that they associated individuals who opt for non traditional programs with homosexuality and a 
desire to shock or provoke.  
 
Table 2. Perception of students in gender-atypical programs 
 
 General group ECE group ǻ Groups Men Women ǻ Men & Women 
Strong interest in the occupation 
 
Find it easy to work with the opposite sex 
 
Assertive by nature, good self-esteem 
 
Seek to set themselves apart 
 
Want to change society 
 
Feminized men or masculinized women 
 
Homosexuals 
 
Want to shock and provoke 
89.3 
 
81.2 
 
72.2 
 
59.3 
 
60.0 
 
27.8 
 
15.5 
 
14.4 
94.0 
 
90.6 
 
73.8 
 
60.7 
 
59.0 
 
20.4 
 
6.0 
 
7.0 
- 
 
x2 = 14.76** 
 
- 
 
- 
 
- 
 
- 
 
x2 = 17.56** 
 
x2 = 16.05** 
86.2 
 
78.2 
 
75.8 
 
62.8 
 
57.2 
 
33.8 
 
21.4 
 
18.1 
93.3 
 
87.4 
 
71.1 
 
58.6 
 
61.0 
 
20.9 
 
7.9 
 
8.6 
x2 = 17.61** 
 
x2 = 14.06** 
 
- 
 
- 
 
- 
 
x2 = 14.51** 
 
x2 = 30.5*** 
 
x2 = 19.85*** 
 
When questioned about their interest in the ECE program, as expected, results show (see Table 3) that the youth 
of the target group and women of the two groups have more work experience with children, know about the ECE 
program, are more likely to have thought about enrolling in the program, and would also encourage their male 
friends to choose this program. Only 6.7% of the total sample thinks that they will enrol in the ECE program next 
year; this includes a larger proportion of women than men. Compared to women, more men in the sample have the 
impression that their fathers would react negatively if they chose a non-traditional occupation.  
Table 3. Perception of the ECE program 
 
 General group ECE group ǻ Groups  Men Women ǻ Men & Women 
Work experience with children 
 
Knowledge of the ECE program 
 
Would encourage a male friend to enrol 
 
Has thought about enrolling in ECE 
 
Is considering enrolling in ECE next year 
 
Favourable reaction from the mother 
 
Favourable reaction from the father 
60.2 
 
75.0 
 
71.9 
 
20.9 
 
2.4 
 
52.1 
 
46.4 
84.0 
 
88.8 
 
87.4 
 
80.1 
 
15.5 
 
57.8 
 
52.4 
x2 = 35.9*** 
 
x2 = 27.01*** 
 
x2 = 21.99** 
 
x2 = 200.9*** 
 
x2 = 76.9*** 
 
- 
 
- 
46.5 
 
25.6 
 
71.9 
 
12.7 
 
1.0 
 
51.2 
 
41.8 
79.2 
 
48.7 
 
87.4 
 
54.7 
 
9.9 
 
55.4 
 
51.8 
x2 = 70.33*** 
 
x2 = 61.24*** 
 
x2 = 105.39*** 
 
x2 = 78.59*** 
 
x2 = 34.3*** 
 
- 
 
x2 = 11.82* 
2.2. Second data sampling: male student in ECE 
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Semi-directed interviews of ninety minute duration were conducted with 19 male students. Twelve of them were 
pursuing their ECE studies, 5 had abandoned the program in the past year, and 2 had completed the program in that 
same year. The average participant was 24.3 years old (5.3 SD) and individuals originated from 9 different regions 
of the province of Quebec. Different themes were covered in the interviews, including their personal experience as it 
relates to the following topics: occupational choice, personal environment, relationships with their teachers, 
experiences during training periods, perceptions of the ECE program, social integration in class, relationships to 
learning and finally, their view of men in childhood education.  
To begin, the two researchers typed the complete audio verbatim recordings, then read and corrected them. Thirty-
five sub-categories emerged from the first grouping which included the eight themes covered during the interview. 
The verbatim reports were then inputted using the ACCESS program according to these first groupings. Following 
this first analysis, a second classification was done to eliminate redundancies and group results according to four 
major themes: 1- Aspects related to personal characteristics of male students who choose to study in ECE, 2- aspects 
related to their social and family environments, 3- aspects related to their school environment and 4- aspects related 
to their professional environment. The results will be presented according to the major aspects of each of the themes. 
2.2.1. Results of the second sampling 
Personnel factors: In fact, all these students have mentioned that they had some work experience with young 
children and that their competence in this area had already been validated by significant individuals in their 
surroundings. These young people opt for this profession not simply because they enjoy working with children, but 
also because they have the conviction that they are "skilled" for this kind of work. The majority of them feel that 
they have chosen the right training. However, some have questions or hesitations, particularly concerning working 
in this field throughout their lives. 
”I have chosen the right path and I love what I do. I have always seen this more as a vocation than a career”, 
reported an ECE student. 
"Yes, I see myself as an educator for a while. I am concerned that I will not be able to adapt, that I will not be able 
to do what is necessary. But I am fine with that because I know that I will not stay in a daycare forever, that I am 
positive of. I know that I am able to do this for a while, but not for a whole lifetime", reported an other one. 
Finally, those who abandoned the program also reported that they had made the right choice. The reasons that 
motivated the reconsideration of their career choice did not stem from their ability to establish positive relationships 
with children, but rather from their ability to integrate in the ECE field. This topic will be covered later.  
Family and social factors: However, the students that were interviewed reported mixed reactions from their 
family circles. The reactions were mostly positive when members of their immediate environment expected them to 
choose this training and recognized that they possessed the abilities required for this profession. For most of the 
young people interviewed, at least one person in their immediate environment had encouraged them to undertake 
ECE studies. On the other hand, the majority also reported negative reactions toward their professional choice, from 
surprise to stereotyping or denigration. 
School factors: It is known that some pedagogical approaches best support boys’ commitment to their studies 
(Aubé, 2002). In fact, the male students who participated explained that they preferred strategies in which they were 
active and involved; an environment largely provided by the present ECE program.  
The majority of young men admit that they do not regard their grades as important and that they wait until the last 
minute to complete their school work. We know that the effort invested in doing school work generally translates 
into a corresponding level of success. They also mentioned putting little effort into their school work, being 
successful despite that fact, and being content with their performance (approximately 74% average). 
Students have mentioned to us that they felt generally welcomed and appreciated by their teachers. They noticed a 
difference between the support they receive compared with female students.  
"We do not feel special, but we know that we are regarded differently. It is not in a judgemental way. They take 
care of us a bit more because they do not want us to leave." reported an ECE student.  
However, some feel as if they are being watched. In other words, the presence or absence of male students in class 
quickly has an impact on the relationships that are established:  
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"Some girls do not listen to explanations and then ask questions, but the teacher answers them without getting 
upset. However, if I talk (during an explanation), the teacher will not answer me because she will have noticed that I 
was speaking or that I was not listening. But if it is a girl, the teacher will not remark on it." explained an ECE 
student. 
For the majority of students starting college studies, the level of adaptation to the college context appears to 
determine whether they pursue their studies (Tremblay, 1999). The results of the present study have brought to light 
some additional challenges faced by male ECE students. Initially, they must face the reaction of those around them 
regarding their choice of a course of studies leading to a non-traditional occupation. Then, in class, they must face a 
group essentially made up of women, deal with their minority status, and be confronted with preconceptions 
concerning their sexual orientation. For example, a male ECE student explains, “The first question I am asked 
because I am in childhood education is ‘Are you gay?’ ” 
In addition to the challenges they are confronted with at school, others arise during training periods: on one hand, 
they need to accept that they may deal with children differently than women, along with the lack of male role 
models in this regard; on the other hand, they are faced with parents’ fears of sexual misconduct. “I have already had 
parents who wanted to put their children in a different group, parents who are prejudiced and who fear for their 
children.” – reports an ECE student. 
What strategies do they put in place to deal with these issues? Here are the conclusions that emerged from the 
results. Some students adopt strategies that can be considered less effective such as: observing the class group and 
waiting for the girls to come to them; staying within a very small group of individuals; opting to work exclusively 
with another male student; managing on their own or with their peers rather than seeking help. Some students cope 
by adopting what are qualified as winning strategies such as: seeking support from their social network; initiating 
the first contact; upon the request of female students, choosing to reveal their own sexual orientation; creating a 
relationship of complicity with another member of the group (male or female); being patient with female students 
and being selective in their choice of conversation topics; accepting a leadership role. Some other strategies appear 
during the training period: modifying certain behaviours when children are present; seeking to establish a trust 
relationship with the parents; introducing themselves to the parents in order to reassure them that quality services 
will be provided to their children. Winning strategies were more frequently described by students who completed 
their course of study or those who are in the process of doing so. Less effective strategies have been described more 
frequently by students who did not finish their program. Adjustment difficulties seem to build up during the program 
and to intensify during the training period. The latter then becomes the catalyst for abandoning the program 
altogether. 
Profession factor: Finally, students gave us recommendations aimed at improving ECE training and promoting 
the profession. These are summarized in Table 4.  
Table 4. Recommendations of ECE students 
 
Regarding course content 
 
 
 
 
 
Regarding training periods 
 
 
 
Regarding the program 
 
 
Regarding the profession 
 
 Deal with the topic of sexual touching in more depth 
 Discuss techniques used to approach children 
 Improve the balance of training periods and theoretical courses 
 Increase the number of male teacher 
 Avoid systematically pairing male students together  
 
 Introduce practical training sooner to confirm career choice 
 Have male role models 
 Reconsider the workload during training periods 
 
 Create opportunities for all male students to meet during their training 
 Improve program promotion to increase enrolment 
 
 Promote examples of male educators 
 Discourage prejudices toward men 
 Improve salaries 
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2.3. Third data sampling: ECE Teacher  
Forty-nine ECE teachers at the college level participated in one of six semi-structured focus groups organized as 
part of the annual symposium of the ECE Teachers Association (officially the AEETÉE). On average, each focus 
group was composed of 8 participants and the discussions lasted 45 minutes. Of the participating teachers, 12 % 
were men, 50 % were more than 50 years old with an average of 15.2 years of teaching experience (7.2 SD) and 
they represented 10 Quebec regions. In practice, 84 % of them had already taught at least one male ECE student and 
71 % of them had supervised at least one male student during an ECE training period. The themes covered during 
these focus groups included their personal experience of the following topics: reaction when they were informed of 
the presence of a male student in their class, view of the adaptation process for these students, and possible 
adjustments in their teaching and evaluation strategies to these students. In order to be able to compare the answers 
of the teachers with the ones of the students, the results have been grouped according to three themes: 1- the 
personal characteristics of male students who choose to study in ECE, 2- aspects related to their school environment 
and 3- aspects related to the professional environment. 
2.3.1. Results of the third sampling 
Personnel factor: According to ECE teachers, male students can be divided into two categories depending on the 
school path they have taken: the youngest come directly from secondary school and the others are older, returning to 
school, and generally have children or have been in the workforce. They have also observed two distinct personality 
types. Sociable individuals, i.e. those who are noticed, assume their responsibilities, express themselves, who are 
listened to, and who attract groups of female students. These students generally assume their masculinity, feel 
comfortable with who they are, and establish positive relationships with female students. Other students are rather 
discrete, i.e. those who are quiet, who hide in the group or adapt to it. 
Teachers also reported differences between male and female students. Male students tend to write less, develop 
their ideas to a lesser extent, and are not as perfectionist as their female counterparts. However, male students have a 
greater capacity to synthesize and have a different approach, a different angle. They also offer different activities to 
children. For example, their activities tend to be more physical in nature (ex: ropes course) and they have a greater 
tolerance for fighting, horseplay (rough and tumble play) and do not perceive risks and safety in the same way as 
female students do. 
School factor: The majority of teachers have rather positive reactions to the enrolment of male students in their 
classes. They welcome them personally and consider them to have a positive influence on the class environment. 
However, teachers observe that the students’ reactions are divided. Some react positively: Some female students are 
glad, seek to seduce them, protect them, or mother them. Others, on the contrary, can exclude them and make 
comments with regard to their presence in the field and express their prejudices concerning their potential 
homosexuality.  
Teachers observed that male students adapt more easily when: they are mature and more independent, they use 
humour and succeed in being complicit with at least one other person in the class (male or female). Adapting to the 
group seems more difficult when they have communication or relational problems, when their ideas on education 
differ greatly from those of female students, and when they invest little effort in their school work.  
From the teachers’ standpoint, the results indicate that they seek to develop the same capabilities in male and 
female students while also treating them equitably, notably in an evaluation context. However, teachers question the 
relevance of adapting their teaching strategies to the male student minority and this question remains unanswered. 
Other than initiatives such as modification of the vocabulary (i.e. making a distinction between male and female 
gender in French, ex. éducateur, éducatrice) or referring to examples of male educators, the majority of the ECE 
teaching staff reports monitoring and supporting male students more closely. An ECE teacher comments, “I don’t 
change anything in my teaching methods either, but I encourage a lot and try to boost their self-esteem […]. Do I do 
it more than for female students? Yes, I must say I do.” From an organizational standpoint,  
the teachers outlined two measures that could be used to promote the success of these students: 1- group male 
students in the same classroom group and, 2- if possible, pair them with a male teacher or supervisor.  
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Profession factor: In childcare environments, teachers observed mixed reactions toward male trainees. Female 
educators had more favourable reactions, but attitudes were split when it came to parents, from very positive (ex: 
single mothers) to very negative (ex: not allowing the educator to change their child’s diaper). Finally, as was 
mentioned by the students, teachers see many advantages to pairing male students with a male educator when this is 
possible.  
4. Discussion 
As was mentioned previously, numerous factors are known to have an influence on the young men’s 
perseverance in school. The context of students who enrol in ECE is unique and we will endeavour, in the following 
discussion, to identify the factors that seem to play an important role with regard to this specific group.  
4.1. Ontosystem 
Concerning personal factors, the review of literature demonstrates that generally, for the same level of schooling, 
boys do not achieve the same level of success in school as girls do. Some studies investigated specifically the 
achievement of boys (Lapostolle, Bélanger & Pinho, 2003; Tremblay & al., 2006). Data from the present study 
shows that students who have abandoned the program did not do so because they were failing at school, but rather 
because they had difficulty adjusting. For some, it was the realization that there was too wide of a gap between their 
own values and the values associated to the profession that were presented. Others gave reasons of a more personal 
nature. From these observations follows the hypothesis that the available data concerning learning difficulties in 
boys does not seem to generally apply in the present context. 
  Furthermore, the group of male students interviewed feel that the ECE program is the right place for them. Our 
results lead us to believe that these young people have developed a sense of self-efficacy with respect to this 
occupation (Bandura & Bussey, 2004) that enables them to trust in their ability to succeed, despite the fact that they 
find themselves in a context of marginalization. The results obtained seem to indicate that this sense of self-efficacy 
was already present when they registered. Other research has already recognized that this positive perception of their 
abilities is more prevalent in boys than in girls (Verzeau & Bouffard, 2007).  
The transition from secondary school to college is a critical period for boys, more than for girls (Sauvé & al., 
2007; Tremblay & al., 2006), and the first semester apparently presents especially important challenges for boys in 
general (Gingras & Terrill, 2006). In this research, the average age of students enrolled in the ECE program (24.3 
years old) was significantly higher than that of college students in other disciplines (19.3 years old, Roy, 2008). For 
those who come directly from secondary school, this transition is undoubtedly a great challenge. Moreover, results 
show that it is the more mature students who best adapt to this program.  
In terms of learning, many studies point to the differences between boys and girls, especially in the way they look 
at their school work (Marguerite, 2008; Rivière & Jacques, 2000; Statistique Canada, 2004). The results of our 
research support the known distinctions in this area. We know that these young men are a minority in the program 
and that because of this they experience a lack of social comparison during their training. It is well known that this 
tendency to want to compare oneself to others and to evaluate one’s own abilities does not occur the same way in 
both sexes (Dugas, 2005; Hrimech & Théoret 2007; Richard & Robbins 2000). Our results emphasize that once 
class integration has been achieved, the male students are appreciated, mothered, and pampered in class as well as in 
the childcare environment they attend for their training period. Another hypothesis regarding male ECE students is 
that this experience reinforces the student’s feeling of self-efficacy even when his school results are average.  
4.2. Family and Social Microsystems 
There has been extensive study on the impact of the quality of support provided by the social network on 
perseverance in school (Bourdon & al., 2007; Boisvert & Martin, 2006; Schmidt & al., 2003; Tinto, 2000). More 
specifically, the importance attributed by parents and close relations to the school aspirations of these children 
seems to play a key role in their lives (Looker, 2004). Incidentally, Webber & Walton (2006) have shown that male 
peers play a particularly important role in the pursuit of post-secondary studies among young men as compared with 
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young women, who tend to be more influenced by their family circle as a whole. However, the students that were 
interviewed reported mixed reactions from their social circles: mostly positive from people who knew them well and 
negative from male peers they met at school or in a sports context. However, through their reflections, it was 
possible to deduce that they gave little importance to these offensive comments as long as they came from 
individuals that are of lesser significance in their lives.  
4.3. Classroom Microsystem 
Work done by the Conseil Supérieur de l’Éducation (CSÉ, 2008) revealed that students enrolled in human science 
programs are more satisfied with their course of study than students in other programs. In fact, our results show that 
students as a whole enjoy the ECE program. Furthermore, they feel welcomed, appreciated and respected, especially 
by their teachers. As was demonstrated by Tremblay & al. (2006), this quality relationship established with the 
teaching staff and the self-actualisation that results could play a determining role in their perseverance in school. 
Our results also point to the importance of peer relationships established within the program. As a matter of fact, the 
minority situation of men in this feminine environment grants them a unique status that seems to highlight 
adaptation processes, whether they are positive or negative. For example, both teachers and students report that male 
students are encouraged to take on leadership roles. On the contrary, when the perceived differences are too great, 
rejection by female classmates can be unforgiving. We already know that the class environment and team spirit 
facilitate the consolidation of a vocational choice (Tremblay & al., 2006). This dimension seems to stem from 
unique relational methods. This aspect is worth exploring further in order to discover possible links with students’ 
level of commitment to their studies. 
4.4. Macrosystem 
From a societal standpoint, studies show that the presence of great differences between students’ values and the 
values of the environment in which they move, whether it is the school or the training milieu, also have an impact on 
perseverance in school (Chénard, Francoeur & Doray, 2007; Tinto, 2000). According to Bouchard, St-Amant & 
Gagnon (2000), boys seem to be less successful than girls because they cultivate a negative view of school and 
reject the “feminized” profile of school success adopted by girls. They fear being associated with behaviours that are 
considered feminine and being labelled “homo, queen, or sissy”. This fear that homosexual behaviour would stain 
their masculinity is at its peak in adolescence and boys adhere more strongly than girls to sexual stereotypes 
promoted by society (Bouchard & St-Amant, 1996). The results obtained here are in agreement with these studies. 
Firstly, our results reveal that boys that are in secondary school hold significantly more negative prejudices toward 
boys that select ECE studies as compared with girls of the same age. Secondly, even though respondents as a whole 
have indicated that they believe there are differences in the way men and women interact with children, it seems 
difficult to name these differences without referring to sexual stereotypes. Most ECE students have voiced that it is 
important for them to feel respected and affirmed when it comes to their interaction with children, and have 
highlighted the absence of male role models in education. Finally, some have mentioned being victims of prejudice 
from parents during their training period, and the majority fear that this prejudice will possibly occur.  
5. Conclusions and Recommendations 
In conclusion, this study brings out a number of factors that seem to play a role specifically in the situation of 
male ECE students. Firstly, we observe that several prejudices exist in society with regard to men wanting to work 
with children and that these prejudices are present particularly in male adolescents at the time they need to choose a 
college program. Secondly, our study shows that students who enrol in the ECE program having developed a sense 
of self-efficacy toward children seem to be better prepared to face the many challenges that occur in the course of 
their studies. Thirdly, the fact that students had a significant individual in their surroundings who believed in their 
vocational choice seems to play a protective role against the offensive comments that they will have to face in the 
course of their training. Fourthly, within the classroom microsystem, group integration seems to play an important 
role in young men pursuing their studies. Therefore, the quality of the relationship that they will develop with the 
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teachers seems to contribute both to their integration in the group and to the sense of self-efficacy that the male 
student must maintain despite his differences. Finally, the lack of male role models in training environments seems 
to present a problem; the ability to face the work environment and the prejudices of some parents constitutes the key 
factor that will distinguish between those who pursue their studies and those who will drop out. 
This research also highlights various recommendations. Firstly, it is evident that if the number of male ECE 
students is to increase, recruitment efforts should target mature students. In fact, adult students, who have usually 
gained some maturity and increased self-confidence, seem better prepared to face the multiple challenges that await 
ECE students. Secondly, teachers should be better informed regarding the specific adaptive challenges encountered 
by these students so that they can assist students by proactively applying support measures; particularly, teachers 
should be aware of the impact of the lack of male role models in education and should teach strategies to prevent 
sexual touching accusations. Finally, from a social perspective, it seems important to continue to promote a positive 
male presence in childhood development and to pursue the fight against homophobia, particularly in adolescence.  
The results presented must be interpreted within the inherent limits of this study. Firstly, even if the present study 
endeavoured to describe the phenomena globally, this description is based essentially on the perceptions of the 
participants. The potential hypotheses that stem from the scenario created by these participants will have to be 
examined in the context of future studies. Secondly, only the reality of male ECE students was described, without 
establishing a comparison to that of the other students enrolled in the same program. Some of the characteristics 
described in the study, the importance of integration to the classroom group or the impact of the first training period, 
for example, could be determinants that are as important to female students as they are to male students. We cannot 
establish if the characteristics described here reflect preoccupations linked to the ECE program only or to a specific 
type of student. Finally, as for the representation of student groups in the study, note that only five participants had 
dropped out of the program. According to the proportions of students who complete the program compiled at a 
provincial level when compared to the number of enrolled students, the sample should have included three times as 
many drop-outs. The results presented in this document most likely more accurately describe the reality of students 
who persisted in the ECE program as compared to that of those who left the program. Because this study examined 
such a small number of drop-outs, it is not possible to generalize the results to reach conclusions about young men 
as a whole that do not finish the program.  
Future research could study different support measures and evaluate them in this student population. In a broader 
view, other studies could investigate elements that are common to students in a minority context without 
consideration for the program. Some parallels could also be made between the experiences of women studying in 
fields traditionally reserved for men. As can be observed, this study subject is still in its infancy and much work 
remains to be done to encourage male students to complete the ECE program, and to support them through it. We 
hope that this first exploratory study has helped pave the way. 
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